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Statement of Original Contribution 
The long-term academic outcomes ofNaskapi adolescents from an 
isolated Northem Quebec First Nations community were exarnined in order to 
delineate which domains of social competence contribute to eventual academic 
success. The compensatory factors of intelligence and early academic 
achievement were examined within the academic domain, social perspective 
coordination and attachment were examined within the social domain and, 
identity with Native culture is exarnined within the cultural domain. The extents 
to which the do mains of social competence predict eventual academic 
achievement by the end of adolescence were exarnined in the context of a 
longitudinal study. Accordingly, the examination of domains of competence 
offers the possibility to identify the particular strengths or assets that are 
associated with academic achievement. 
This study is an original contribution to the literatures on the Naskapi 
population, First Nations populations in general, adolescence, risk and resilience, 
developmental psychology, education, and educational policy. It is the first 
empirical study of educational attainrnent and its predictors undertaken with the 
Naskapi community and includes virtually the entire cohort of students over a 5 
year period. With regard to the First Nations community, it is an initiallong-term 
study of educational success that includes data based on in-depths information 
provided by the students as well as data from school records. This study will 
contribute to the literature on adolescence as it introduces a unique population to 
the literature on well-being and academic success arnong adolescents. The study 
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adds to the literature on risk and resilience as it is a strength-based empirical 
investigation aimed at highlighting the components of social competence that 
allow students in this community to attain academic success despite the statistical 
odds against. The contribution to the developmentalliterature is that the data are 
useful in charting the developmentallinks between various aspects of social 
competence and educational attainment. The contribution to the educational 
literature is that it is an original and unique study oflong-term predictors of 
academic success in virtually the entire cohort of a community for which 
educational attainment is only beginning to be emphasized. This information can 
then inform educational policy about issues related to curriculum deve10pment 
and other interventions that can be aimed at further facilitating educational 
attainment among the Naskapi and other communities. 
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Abstract 
Predictors oflong-tenn academic outcomes among Naskapi adolescents 
from Kawawachikamach, a reserve in Northem Quebec, were examined. 
Adolescents from this community as from other First Nations communities are 
statistically at risk for high school drop out and lower levels of educational 
attainment. However, efforts by communities during the past two decades to 
narrow the gap in educational attainment between First Nations students and the 
general population has resulted in significant gains for students who live on 
reserves. 
In a series ofthree initial visits that spanned a year, adolescents from 
grades 6 through Il completed a battery ofmeasures used to assess a broad range 
of components of social competence. Intelligence and school grades were used as 
markers of the academic success; social perspective coordination and attachment 
to father, mother, and peers as indices of social adaptation; and identity with 
Native culture as an index of cultural identity. The follow-up indicators of 
academic success were based on school records of graduation from high school 
and of admission and entrance into post-secondary institutions. As expected 
within the academic domain, both intelligence and school grades contributed to 
long-tenn academic achievement. Within the social domain, social perspective 
coordination skills and attachment to father, but not attachment to mother or 
peers, promoted academic achievement. Within the cultural domain, lower 
identification with Native status was associated with school achievement. These 
findings highlight the need to promote both social and academic competence in 
Educational Attainment 3 
the quest to further improve rates ofhigh school graduation and post-secondary 
enrolment. The hnk between attachment to father and academic success also 
suggests that educational interventions should be focused on the family as well as 
the chi Id. With regard to educational planning, the government-mandated 
curriculum should be adapted so that the Naskapi and majority education can be 
integrated in complementary ways rather than being pitted against each other in a 
way that allows for success on only one. Although each First Nations community 
is unique with regard to history, culture, language, and educational values, the 
identification of multiple predictors of academic success among N askapi 
adolescents is hkely relevant to other communities. 
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Résumé 
Les indicateurs de résultats scolaires à long-terme chez les adolescents 
naskapis de Kawawachikamach, une réserve au Nord du Québec, ont été 
examinés. D'après les statistiques, les adolescents de cette communauté, comme 
ceux des autres communautés des Premières Nations, risquent de connaître un 
taux de décrochage plus élevé et d'obtenir des diplômes de niveau scolaire 
inférieur. Toutefois, les efforts fournis par les communautés au cours des deux 
dernières décennies pour réduire l'écart des résultats scolaires entre les étudiants 
des Premières Nations et l'ensemble de la population ont apporté des gains 
considérables aux étudiants vivant sur les réserves. 
Au cours des trois premières visites qui se sont échelonnées sur un an, les 
adolescents de la 6e à la Il e année ont complété une batterie de mesures utilisées 
pour évaluer divers éléments d'habiletés sociales. L'intelligence et les notes ont 
été utilisées comme marques de succès scolaire; les habiletés sociales et 
l'attachement au père, à la mère et aux pairs comme indices d'adaptation sociale; 
et l'identification à la culture autochtone comme signe d'identité culturelle. Pour 
le suivi, les indicateurs de succès scolaire ont été basés sur les données de l'école 
relatives à leurs diplômés d'études secondaires et aux admissions dans les 
institutions post-secondaires. Tel qu'anticipé, les facteurs suivants ont contribué à 
la performance scolaire à long terme: au point de vue scolaire, l'intelligence et les 
notes; au point de vue social, les habiletés sociales et l'attachement au père, et non 
l'attachement à la mère ou aux pairs. Quant au point de vue culturel, 
l'identification à la culture autochtone n'a pas démontré être un facteur favorisant 
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la perfonnance scolaire. Ces conclusions font ressortir le besoin de favoriser les 
habiletés sociales et scolaires afin d'augmenter le taux de diplômés au secondaire 
et d'inscriptions au post-secondaire. La relation entre l'attachement au père et la 
perfonnance scolaire suggère également que les interventions scolaires devraient 
être concentrées aussi bien sur la famille que sur l'enfant. En ce qui concerne la 
planification scolaire, le programme gouvernemental devrait être adapté afin que 
le système d'éducation des Naskapis et celui de l'ensemble de la population se 
complémentent plutôt que de s'opposer de façon à ce qu'un seul réussisse. Bien 
que chaque communauté des Premières Nations soit unique quant à son histoire, 
sa culture, sa langue et ses valeurs d'éducation, il est probable que l'identification 
de plusieurs indicateurs de réussite scolaire chez les adolescents naskapis est 
également pertinente à d'autres communautés. 
Educational Attainment 6 
Predictors of Educational Attainment among Naskapi Adolescents 
The caU by the First Nations of Canada for greater control and 
responsibility over the education of their peoples led to significant changes in the 
educational services for their communities. By the beginning of the 21 st century, a 
vast majority of First Nations communities managed their own schools, with 
support from tribal regional organizations, through activities similar to those 
performed by provincial school boards (lndian and Northem Affairs Canada, 
2005). The efforts of communities to narrow the gap in educational attainment 
between First Nations students and the general population resulted in significant 
gains for First Nations students. In 200 1, 41.4 percent of Aboriginal students 
completed high school as compared to 31.4 percent of Aboriginal students in 
1991, and the rate 0 f students who went on to post secondary education rose to 23 
percent in 2001 from 20 percent in 1991 (Statistics Canada, 2001). Despite these 
accomplishments, improvements in the educational experiences of aUleamers are 
needed to optimize the educational success of the students and to increase the 
number of secondary and post-secondary graduates. 
The many communities of First Nations people experienced a history of 
profound disruption and loss oftheir traditionallife course through contact with 
Euro-American cultures. After their land was confiscated, they were forced to 
relocate and confined to reserves, were separated from their families to be 
educated in institutiona1 settings, and were forbidden to practice their native 
language and spirituality (Kirmayer, 1994). Differences in 1ifesty1es, values, and 
histories between Aboriginal and non Aboriginal communities 1ed to longstanding 
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tensions between the two groups. The ways of life that had been practiced for 
generations are often abandoned due to increased governmental demands for 
school attendance. First Nations communities have been challenged by the legacy 
ofresidential schools, the geographic remoteness of First Nations communities, 
and the rapid increase in the Aboriginal population (INAC, 2005). The challenges 
faced by many First Nations communities resulted in lack of preparedness to enter 
school, significant high school drop out rates during high school, low levels of 
high school graduation, and ultimately difficult transitions to the job market 
(INAC, 2005). 
In this study, the long-term academic outcomes of adolescents from the 
Naskapi band in Kawawachikamach, a geographically isolated reserve in 
Northem Quebec, were examined in order to delineate the extent to which the 
various components of social competence predict eventual academic success. 
Consistent with the developmental study of other minority groups in North 
America whose students are at greater risk for academic problems, social 
competence is considered as a particularly useful indictor of adolescent's overall 
wellness (Luthar & Zigler, 1991; Zigler & Trickett, 1978) as it involves 
functioning across several domains. In this study, measures of each ofvarious 
aspects of social competence from the initial testing sessions were examined in 
relation to eventual academic outcome. Intelligence and early academic 
achievement were the markers of academic success, social perspective 
coordination and attachment were the markers of social functioning, and identity 
with Native culture was the marker of cultural identity. The participants in this 
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study were aH the students in grades 6 through Il in the community's only school 
during the first stage of the study. In this initial stage, the students completed 
batteries of questionnaires on three occasions during a one year period. The scores 
on the various meaSures of social competence from these earlier testing sessions 
were used to predict eventual academic achievement as measured by high school 
graduation and entrance to post-secondary institutions. 
History of the Naskapi Band 
The pre-settlement era. TraditionaHy, a nomadic people who roamed the 
north-eastem regions of the Quebec Labrador peninsula, the Naskapi band 
survived almost entirely on caribou during the winter and faH seasons, and on fish 
and smaH fur-bearing animaIs during the spring and summer seasons (Lovisek, 
2002). Their activities were characterized by extensive movement that coincided 
with seasonal cycles (Cooke, 1976). The family, or hunting group, was the central 
socio-economic unit. During winter and faH, the members of the community 
dispersed into groupings of 1-3 families and traveled by foot to await the caribou 
(Van Stone, 1984). Summer was a time for families to regroup at the harvesting 
area for celebrations, for courting, and for reuniting with family members 
(Orchard, 1998). 
Since the Naskapi resided in the interior region, as opposed to the 
Labrador coast, they were less accessible and therefore not involved in regular 
trading relations with the Europeans (Henriskson, 1971). This enabled them to 
remain relatively independent of the fur traders and maintain ties to their original 
way of life of hunting and fishing until 1819 when the Hudson Bay Company 
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began exp10ring the northern interior for the purpose of setting up trading posts 
(Henrisksen, 1971). 
Changes in the way of life began in 1830 when the Hudson Bay Company 
set up its first trading post at 01d Fort Chimo, the first ofnumerous trading posts 
to be estab1ished in the region (Cooke, 1976; Orchard, 1998). The trade monopoly 
by the Hudson Bay Company created an increased dependency on the various 
trading posts and as a result, the band was subjected to severa1 major re10cations. 
ln 1842, the Naskapi moved from Fort Chimo to Fort Nascopie, and from there 
moved back to Fort Chimo in 1870. In 1916, the band moved from Fort Chimo to 
Fort McKenzie and then in 1948, back to Fort Chimo (Cooke, 1976). During this 
period oftime, the Naskapi suffered both at the hands of the Hudson Bay 
Company and from the 10ss oflife through starvation (Orchard, 1998). For 
examp1e, in 1916, the large caribou herds that annually passed through Indian 
House Lake fai1ed to appear (Van Stone, 1984). Fearfu1 ofstarvation and to 
improve their chances of surviva1, the community split into two groups, with one 
traveling to the coast (now, the Innu of Davis In1et) and the other to Fort 
McKenzie where the Naskapi remained unti11948 (Orchard, 1998). 
The change in caribou migration patterns in 1916 was not an iso1ated 
occurrence. In the 1ate 1940s, the surviva1 of the Naskapi was once again 
threatened as a result of the virtua1 disappearance of the George River Caribou 
herd. At this time, there was also the considerable loss of life to diseases such as 
tuberculosis, scarlet fever, whooping cough, and measles communicated by the 
European cultures (Lovisek, 2002). 
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The jaurney ta Schefferville. For reasons that are unclear, a harrowing 
joumey of four hundred miles from Fort Chimo to Schefferville took place in 
1956. Exhausted, ill, and close to starvation, the Naskapi were rescued at Lake 
Wakuach, 70 miles north of Schefferville and taken to Knob Lake (Wilkinson & 
Geoffrey, 1989). Just a year later, they were transplanted from Knob Lake, and 
moved to John Lake, four miles north-north- east of Schefferville to be employed 
in the newly opened iron ore mine (Orchard, 1998). Despite their hopes offinding 
employment opportunities, housing, medical services, and educational facilities, 
the Naskapi community was not provided with adequate or sanitary living 
conditions. They resided at John Lake from 1957-1971. As there were no running 
water, electricity, or sanitation facilities, the Nasakpi moved once again to 
Matimekosh a few miles away where they resided until 1984. 
During the next twenty years, the Naskapi worked to regain control over 
their lives and land by establishing adequate housing, and active1y becoming 
involved in the negotiation of the James Bay and Northem Quebec Agreement 
(JBNQA). Negotiations took place with the Northem Quebec Inuit Association. 
However, prior to the signing of the JBNQA, the Naskapi realized that their 
interests would likely not be represented and did not sign the JBNQA when it was 
approved on November Il, 1975 (Orchard, 1998). As a result, the Naskapi 
decided to function as an independent body negotiating for the Northeastem 
Quebec Agreement with the Quebec and Canadian govemments. The signing of 
this treaty in 1978 was a tuming point as the agreement included financial 
compensation for the loss of their lands and ancestral rights, land for their use, 
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exclusive hunting and fishing rights, a new village, and the right to local 
government. In 1984, the Naskapi moved 15 kilometers to their new village north 
of Schefferville. Since this last move, the Naskapi have made significant progress 
with regard to the management and administration of the community, and 
continue to work toward the vision of regional self- government throughout the 
Nation's traditionallands (Orchard, 1998). 
The history certainly reflects considerable resilience with respect to their 
survival, and the perseverance to regain control over their lives and land is 
evidence of the collective strengths of the Naskapi. This community continues to 
preserve many aspects oftheir traditional way oflife and culture (Orchard, 1998). 
Although the primary source of leaming and role attainment of the youth of the 
past were activities on the land that involved many of the necessities to maintain 
the life and livelihood of the community, more contemporary education is based 
in the school where government mandated Western style education is the norm. In 
this new context, a high school diploma has become an important mark for 
maturityand achievement for youth (Orchard, 1998). With regard to the future, 
educators, administrators, and community members have taken the first steps 
towards implementing a language project that would include Native language 
instruction to students throughout the secondary levels. 
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Understanding Social Competence within a Developmental Framework 
Academic success in school is seen as a central domain of social 
competence, as it is relevant to long-term personal adaptation to contemporary 
majority Western society (Masten & Powell, 2003). Academic competence is one 
essential aspect of a broader notion ofwell-being that inc1udes social, 
behavioural, emotional (Luthar, 2006; Masten & Powell, 2003) and cultural 
factors (Luthar & Burack, 2000; Weisz, McCarty, Eastman, Chaiyasit, & 
Suwanlert, 1997). Historically, the focus was on academic competence as it is so 
essential to adaptation throughout the lifespan. In this context, competence was 
considered in a more monolithic sense, regardless of the setting in which the chi Id 
developed. However, notions that levels of competence differ across domains led 
to more fine tuned approaches in which various aspects of competence are 
considered individually (Luthar, 1991). The conceptual benefit ofthis 
differentiation is highlighted by the findings that competence in one area can be 
associated with problems in other domains (Luthar, 1991). For example, Luthar 
(1995) found significant decreases in grades across the academic year among 
ninth grade inner city minority American students who were rated highly sociable 
by their peers, whereas students who were viewed as being responsible and 
behaviourally appropriate received poor peer ratings on sociability. 
The evidence that success in one major domain of adjustment (e.g. peer 
acceptance) can be detrimental for success in other important domains (e.g. good 
grades) evokes questions about which domain should be accorded priority in 
defining adolescent competence (Luthar & Burack, 2000). There are c1ear benefits 
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for the adolescent who succeeds according to one set of societal values and who is 
considered competent in that context. However, there are drawbacks for failing 
according to the other set of societal values (Luthar & Burack, 2000). Although 
minority adolescents suffer when they are subject to substantially different 
standards from their own communities and from the majority culture or society, 
the ability to adapt within both contexts is viewed as optimal for development 
(Luthar & Burack, 2000). 
The Ecological/Transactional Framework in the Study of Adolescents 
Within a developmental framework, social competence is defined as 
multi-dimensional, encompassing a synergetic transaction of the individual and 
the environment that continues over time (Sameroff, Seifer, & Bartko, 1997; 
Seidman & Pederson, 2003). The construct of social competence is typically 
discussed with regard to an individual's success at meeting major societal 
expectations at the relevant developmental stages (Luthar, 2006). The child's 
developmental trajectory is continually influenced by the evolving relationships 
with peers, teachers, parents, siblings, extended family members, other 
individuals, as well as by associations with community institutions and 
organizations. The multi-Ievelled ecological systems continuously exert various 
levels of influence on adolescents within an ongoing transactional relationship 
that involves the biological, psychological, and behavioural aspects of the person 
and the physical, familial, and social aspects of the environment (Bronfenbrenner, 
1979). According to the eco10gical/transactional framework, several influences 
emanate from the culture, community, and family in conjunction with the level of 
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developmental adaptation of the individual. Thus, the notions of social 
competence are evaluated within the context of an ongoing transactional 
relationship that inc1udes the individual and the environment (Cicchetti & Toth, 
1997). 
The application of the ecological/transactional framework to Naskapi 
adolescents suggests that they have many influences working in their favour. For 
example, their history reflects immense tenacity and was a key to their cultural 
and physical survival (Orchard, 1998). The family unit was the center around 
which the community functioned (Cooke, 1976), demonstrating the strong 
attachment to each other. The ability to elude the acculturative forces surrounding 
them by remaining on the interior regions demonstrates a strong sense of identity 
(Orchard, 1998), which is evident in the strong value on the personal autonomyof 
others (Henriskon, 1971). Conversely, certain aspects of the Naskapi history and 
experience may be associated with increased vulnerability for problematic 
outcomes. For example, the members of the Naskapi Band roamed the lands, 
never attended school, and never learned to read or write. Rather, the children 
were taught and began practicing the skills that they would need to be functional 
members of society (Orchard, 1998). Exposure to Western academics was 
introduced to sorne of the Naskapi in the 1970s (Lovisek, 2002), thus the 
transition to Western style education is a recent phenomenon that was not shared 
byall. 
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Vulnerability Factors that Effect the Development of Academic Competence 
In the academic domain, Aboriginal adolescents are statistically at risk for 
high school drop out and lower levels of school attainment than their non-
Aboriginal peers. For example, school dropout rates for First Nations youth is at 
least twice as high as the general population (Auditor General of Canada, 2000) 
and 88 percent of Aboriginal students in parts of North America leave before the 
completion ofhigh school (Mattson & Caffrey, 2001). In 2001, 48 percent of the 
Aboriginal population from urban areas aged 15 and over, as compared to 30.8 
percent for their non-Ab original counterparts, did not have a high school 
certificate (Statistics Canada, 2001). As a result of the high school drop out and 
lower educational attainment levels, Aboriginal adolescents are vulnerable for a 
wide range of difficulties inc1uding long term unemployment. This problematic 
outcome is exemplified by the evidence that the employment record of Aboriginal 
people continues to lag behind that ofnon-Aboriginal people, with a 19.1 percent 
unemployment rate for Aboriginal people in 2001 as compared to that of7.4 
percent for their non-Ab original counterparts (Statistics Canada, 2001). 
Aboriginal people experience considerable social, economic, and political 
pressure to adjust to the traditions and lifestyle norms of the majority culture 
(Whitbeck, Hoyt, Stubben, & Laframboise, 2001). The concem central to the 
education of Aboriginal students is that the values, expectations, and definitions 
of success of the majority culture conflict with the values oftheir cultures. For 
example, Deyhle and Margonis (1995) argue that European schools promote 
independent success, whereas contributions to the tribe or family are the priorities 
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of many American Aboriginal cultures. This cultural conflict creates discomfort, 
lowers self-esteem, and fosters a sense ofinadequacy (Dehyle, 1992), and as a 
result can negative1y affect the educational outcomes ofyouths (Beiser, Lancee, 
Gotowiec, Sack, & Redshirt, 1993). 
The concems arising from the cultural conflict is a theme that extends into 
the more proximallevels of the environment that influence development, such as 
the school, teachers, peers, and family factors. In a study of the barriers to success 
in school, Day (1992) found that most Aboriginal students considered the 
relationship with the teacher to be largely negative, and that the low expectations 
and stereotypes of Aboriginal students as uninterested in the curricula contributed 
to low retenti on rates and lower achievement levels. In a re1ated study with 
Australian Aboriginal children, Dent and Hatton (1996) found that teachers held 
lower expectations of Aboriginal children for academic success. Although each of 
these studies reflects the attitudes within a single community, a tense and 
ambivalent relationship between members of a community and teachers from the 
outside is a common theme worldwide and often a legacy of colonialism. 
The teacher student relationship influences are not alone in affecting the student' s 
outcomes. Certain peer and parent characteristics are also considered risk factors 
for low academic retenti on rates. For example, in a study oftwelfth grade 
Aboriginal students from Australia, 14 percent of the students indicated that peers 
exerted pressure on them to leave school, whereas one quarter of the students 
indicated the families' exerted pressures on them to leave school (Cavanagh, 
1988). Partington, Harrison, Godfrey & Wyatt (1997) assert that, in addition to 
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the peer pressures, stereotyping, linguistic, and cultural differences, the inability 
ofparents to provide the academic support that is provided by non-Ab original 
parents, also contributes to the difficulties for Aboriginal students to succeed. 
The school curriculum is also situated at the forefront of the problem of 
Aboriginal education. The curriculum fails to reflect the lives of Aboriginal 
students outside the school (Partington et al., 1997), the concepts and language 
used are unfamiliar (Christie, 1985) and the material taught lacks relevance for 
students (Groome & Hamiltion, 1995). In order to motivate leamers, engender 
more pride, self esteem, and improve the quality of education for Aboriginal 
students, Harslett, Harrison, Godfrey Partington et al. (2006) argue for the 
implementation of Aboriginal studies into the curriculum that focus on issues 
central to the lives of the students. The examination ofvulnerability factors that 
may compromise academic achievement at a111evels of the environment is 
relevant for Aboriginal students as the lack of academic attainment represents a 
significant problem that may further affect generations of Aboriginal children for 
continued poor academic performance and unemployment (Partington, et al. 
1997). 
Social Competence in the Context of A dversity 
Resilience is commonly understood as the display of social competence, or 
positive adaptation, in the face of adversity (Luthar, 2006) and as the positive end 
of the distribution of possible deve10pmental outcomes in at risk individuals 
(Rutter & Sroufe, 2000). It is generally operationalized as adjustment in 
adaptation domains that are salient within a particu1ar developmental and 
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ecological context (Luthar, 2006), or as the ability to draw upon internaI and 
external resources to successfully resolve stage-salient developmental challenges 
(Masten, Best, & Garmezy, 1990; Rutter & Sroufe, 2000). The developmental 
significance is that competence at one period allows the individual to adapt to the 
environment and prepare for competence in the next period (Burack, 1997). 
Within this framework, CUITent adaptation is a product ofboth prevailing 
circumstances and developmental history (Bowlby, 1982; Rutter & Sroufe, 2000; 
Sroufe & Rutter, 1984). Competence is not constant for any individual, as there is 
a developmental progression that entails the emergence ofnew vulnerabilities and 
strengths with changing and challenging life circumstances (Luthar, 2006; Luthar 
& Burack, 2000). 
The Quest to Identify Compensa tory Factors in Aboriginal Communities 
The quest for compensatory factors is aimed at understanding the role that 
various biological, psychological, and environmental factors play in fostering 
positive adaptation (Cicchetti & Garmezy, 1993). Compensatory factors can be 
conceptualized as opposites to vulnerability factors and are defined as modifiers 
that reduce the effects of vulnerability, promote outcome in a positive direction 
and thereby contribute to competence in children otherwise expected to be at 
greater odds for negative outcome (Cicchetti & Garmezy, 1993). They are 
frequently considered with regard to the individual, the family, and community 
attributes (Masten & Powell 2003). Examples of individual compensatory factors 
that are thought to directly ameliorate risk and promo te resilience inc1ude 
intelligence, secure attachment to primary caregiver, and social skills. Family 
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qualities such as effective parenting and close relationships with competent adults 
are also thought to effect development in a positive direction. Prominent 
community resources that are thought to be associated with better outcomes for 
children in the face of adversity include connections to prosocial organizations 
and good schools (Masten, 2001; Rutter, 2000). 
Despite the historically low rates of educational attainment among 
Aboriginal students, success stories of academic competence among Aboriginal 
adolescents are demonstrative of efforts to identify and highlight the strengths and 
resources of students and families. Factors that may promote levels of academic 
achievement among Aboriginal groups are also examined from different levels of 
the environment. At the proximallevel, the focus has revolved around 
characteristics of the individual in relation to family and peers. For example, in a 
study involving 19 Ojibwa families, a stronger identification with American 
Aboriginal values by mothers had a beneficial impact on their children's academic 
performance in school (Coggins, William & Radin, 1997). Similarly, in a study of 
Australian Aboriginal students in senior high school, strong personal and group 
identity, good relationships with peers, family and supportive parents were 
considered attributes essential for academic success (Day, 1992). These 
characteristics were also reported by Deyhle and Swisher (1997) to be ofprime 
importance to the success of Aboriginal American senior high school students. 
These examples highlight the specific strengths of Aboriginal youth, families and 
the influences of culture and values. 
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Evidence of the compensatory mechanisms in the pathways to academic 
achievement of Aboriginal adolescents emphasizes the need to further explore 
whether specific factors moderate the effects of adversity and contribute to 
academic success. A common misconception about Aboriginal youth is that there 
are so many major factors that affect their success or failure in school that they 
cannot be expected to succeed (Strand & Peacock, 2002). Despite adversity, many 
First Nations youths complete high school and contribute considerably to society 
(Beiser, Lancee, Gotowiec, Sack, & Redshirt, 1993). Accordingly, there is a need 
to focus on understanding the development of competence, as it is as important as 
determining the origins of failure (Beiser et. al., 1993). 
The Strength Based Perspective 
As the search to identify factors that differentiates well-adapted children 
from others who develop problems in functioning adaptively within society, the 
deficit-focused models that were focused primarily on the causes and course of 
risk or disorder were challenged in favour of strength-based perspectives of 
development (Luthar & Cicchetti, 2000; Luthar, Cicchetti, & Becker, 2000; 
Masten & Curtis, 2000; Yates, Egeland, & Sroufe, 2003). In these frameworks, 
factors associated with adaptive behaviour prevail even in the presence of 
significant adversity. Competence in individual development is central to the 
strength based perspective, and intervention approaches focus on improving 
competence or strengthening the compensatory factors to promote development in 
a positive direction. 
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A strength based perspective for examining academically competent First 
Nations adolescents is an important contrast to the more common deficit 
approaches in which differences are emphasized within the context of problems in 
Aboriginal culture and that do not foster understanding or enhancement of the 
strengths of the youths in these communities (Gotowiec & Beiser, 1993). 
Variations in outcome suggest the potential diversity of supportive resources that 
are available within certain communities, and indicate the need for an increased 
understanding of the complex transactions among personal attributes, 
characteristics of the family, environment, and the larger social-cultural context in 
determining positive outcomes among First Nations adolescents who are socially 
competent (Chandler & Lalonde, 1998). 
The Examination of Possible Resources within the Domains of Social Competence 
Intelligence as a marker for academic success. Intelligence is associated 
with the academic, social, and behaviour aspects of competence (Masten & 
Coatsworth 1998). Surprisingly, the precise role of intelligence as a contributing 
factor for academic competence is unc1ear as it is considered in certain cases to 
have protective effects (Masten, Hubbard, Gest, Tellegen, Garmezy et al., 1999) 
but as a vulnerability factor in other cases (Luthar, 1991). For example, 
Easterbrooks, Davidson, and Chazan (1993) and Garmezy et al. (1984) found that 
intelligence may have protective effects on the academic outcomes ofhigh risk 
younger elementary school children. In a study of low income children and 
adolescents, intelligence was positively related to students' grade point average 
when life stress levels were low yet when students with higher intelligence were 
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exposed to multiple risk, their levels of competence were similar to those oftheir 
less intelligent peers (Gutman, Sameroff, & Cole, 2003). This finding is consistent 
with Luthar's (1991) findings that higher intelligence is positively related to 
school grades at low, but not high, levels of stress among low-income adolescents. 
The complexity of the relation between intelligence and school outcome 
underscores the need to examine whether intelligence is either a compensatory or 
vulnerability mechanism for academic achievement with First Nations 
adolescents. 
Identity with native culture as a marker of cultural identity. Identity with 
native culture is associated with the cultural aspect of social competence. The 
precise role of identity with Aboriginal culture as a compensatory resource or 
vulnerability factor is not c1ear, as the evidence is inconsistent. For example, 
Whitbeck, Hoyt, Stubben, and LaFramboise (2001) found in a sample of 196 fifth 
grade American Aboriginal children that the increased identity with traditional 
culture was positively associated with school performance. Altematively, 
Guzman, Santago-Rivera, and Hasse (2005) found in a sample of222 Mexican 
origin adolescents that higher ethnic identity was not associated with positive 
attitudes toward education and school or with higher grade point averages. The 
differences in the results of the studies highlight the difficulties in generalizing 
findings across populations, although the differences may also be the result of the 
different measurements used to measure identity with Native culture. 
Investigating the role ofidentity with Native culture among First Nations 
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adolescents is necessary to detennine whether is acts to promote or acts as a 
vulnerability factor in relation to eventual academic success. 
Social perspective coordination as a marker of social functioning. Social 
perspective coordination is the ability to cognitively negotiate the selfs and 
other's points of view in a social situation and involves an evolving and dynamic 
interaction among interpersonal understanding, interpersonal skills, and personal 
meaning in relationships (Selman, Watts, & Schultz, 1997). The ability to 
maintain positive relationships with others over time and across situations is 
associated with the ability to use social skills, such as recognizing and managing 
emotions, making good decisions, problem solving, and taking on the perspectives 
ofboth oneself and of others (Elias, Zins, Weissberg, Frey, Greenberg et al., 
1997). The extent to which children and adolescents possess good social skills can 
influence their academic perfonnance and has served as a social competence 
mechanism against adversity (Luthar, 1991; Reynolds, 1998). For example, social 
perspective coordination was positively associated with concurrent grades and 
positive c1assroom behaviours among the Naskapi adolescents (Flanagan, Burack, 
Iarocci, Mandour, & Robinson, 2005). Prosocial behaviour in the c1assrooms is 
also linked to positive intellectual outcomes (Haynes, Ben-Avie, & Ensign, 2003; 
Pasi, 2001) and is predictive of perfonnance on standardized achievement tests 
(Malecki & Elliott, 2002). 
The recognition that good social skills have the potential to promote 
positive academic outcomes has generated interest to teach social skills and 
examine the academic benefits. For example, improvements of means scores in 
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math and reading were found among 33 fourth grade African American boys who 
received a social skills training program (Taylor, 1993) and improvements in 
mathematics and spelling were also found in an at risk group of 21 students from 
Atlanta, Georgia (Doughty, 1997). In addition to improving academic 
performance, the findings from training programs also suggest that specific 
intervention strategies can significantly increase a commitment to school, 
(Hawkins, Guo, Hills, Battin-Pearson, & Abbott, 2001) and decrease drop out and 
truancy rates (Wilson, Gottfredson, & Najaka, 2001). The findings highlight both 
that good social skills can promote academic achievement and learning new skills 
can improve academic performance. 
Attachment as a marker ofsocialfunctioning. Bowbly (1969, 1982) first 
described attachment as a strong emotional bond that children develop with 
significant people in their lives. He conceptualized attachment as a life span 
construct, as over time the infant's attachment experiences are consolidated into 
working models of the self and others that provide prototypes for later social 
relations. The importance of early significant relationships and responsive 
parenting are essential for shaping long term resilient trajectories (Luthar, 2006), 
and the protective potential of strong relationships include the importance of a 
supportive relationship with at least one parent, including fathers (Beardslee, 
2002) and significant others, such as siblings (Brody, 2004) or grandparents 
(EIder & Conger, 2000). 
The role of attachment as a compensatory resource or a vulnerability 
factor in relation to academic achievement is also complicated as inconsistencies 
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in the evidence are apparent when the context, cultural, or ethnic differences are 
considered. For example, Steinberg, Dornbusch and Brown (1992) found that 
authoritative parenting served as a protective function for academic achievement 
among European American students, but was unrelated to academic achievement 
among Asian American students who had the highest achievement scores and 
parents who had the lowest authoritative parenting style (Steinberg, Dornbusch & 
Brown, 1992). Variations in outcomes were also found among adolescents' and 
parents' different patterns of autonomy granting behaviours. For example, Marsh, 
McFarland, Allen, Boykin, and Land (2003) found that at risk adolescents whose 
mothers who were low in autonomy granting, were vulnerable for high 
internalizing problems, whereas adolescents of mothers who were excessively 
high on autonomy granting, were vulnerable for high externalizing behaviours. 
Luthar (2006) argues that the inconsistencies in the findings accentuate the 
need to learn more about specific relationship patterns that are influential within 
particular contexts, especially among minority groups, in order to identify specific 
protective pro cesses for prevention and intervention. Thus, the examination of the 
role of attachment as a compensatory factor in relation to eventual academic 
success among First Nations adolescents is relevant and can potentially contribute 
both to the likelihood of academic success among adolescents and to the 
knowledge base of attachment research. 
Paving the path ta success. The quest for social competence factors that 
promo te academic achievement is complex as outcomes are greatly influenced by 
individu aIs in relation to the different levels of the environment that consistently 
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change over time. Although the precise role of the specifie compensatory 
resources is not straightforward, each of the compensatory factors including 
intelligence, identity with Native culture, social perspective coordination, and 
attachment are expected to contribute to the academic achievement ofNaskapi 
adolescents. 
The identification of successful students within a community and the 
factors that consistently facilitate positive adaptation may help to increase 
academic achievement and improve the educational experiences of aIl students. 
Although the impact of the various factors on different individuals, even within a 
given community, differs considerably, the identification of sorne common 
enhancing or protective factors is likely to be essential to policy, education, and 
intervention. 
Rationale and Hypotheses of the Study 
In this study, the long-term academic outcomes ofNaskapi adolescents 
were examined in order to delineate the extent to which the various components 
of social competence predict eventual academic success. Consistent with the 
developmental study of other minority groups ~n North America whose students 
are at greater risk for academic problems, social competence across several 
do mains of functioning is considered as a particularly useful indictor of 
adolescent's overall wellness (Luthar & Zigler, 1991; Zigler & Trickett, 1978). 
The identification of specifie domains of social competence that are associated 
with elevated academic achievement may provide information with regard to 
specific factors that promo te academic achievement and specific domains in 
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which competence is demonstrated. This information may be helpful both for the 
specific community and First Nations communities more generally in the 
development of fine tuned approaches that target school retention and 
interventions that promote academic success. 
Predictions for academic achievement. As would seem obvious, cognitive 
abilities, such as good intellectual skills and previous academic success, are 
typically associated with academic achievement among minority adolescents at 
risk for school drop out (Masten & Powell, 2003). Although this is not always the 
case, especially in communities in which conformity to societal standards is 
discouraged, intelligence and early school grades are expected to promote long-
term academic achievement among the Naskapi adolescents. Academic 
achievement of students is also associated with parent attributes such as warmth, 
responsiveness and strong supportive relationships (Masten et. al., 1997), good 
social skills (Flanagan et al., 2005) peer relations and rule-abiding behaviours 
(Masten & Powell, 2003). Accordingly, within the social domain, social 
perspective coordination, attachment with mother, attachment with father, and 
attachment with peers, peer relations and good c1assroom behaviours are expected 
to promo te long-term academic achievement. Within the cultural domain, a strong 
identity with Native culture is also expected to contribute to academic 
achievement as a strong identity with traditional culture among American lndian 
children was positively associated with academic performance (Whitbeck, et. al., 
2001). Consistent with preliminary findings that intelligence and social 
perspective coordination (Flanagan et al., 2005) are associated with concurrent 
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academic achievement, intelligence and social perspective coordination are 
expected to promote long term academic achievement. Higher intelligence and 
effective parenting (Masten & Powell, 2003), social skills (Haynes, Ben-Avie, & 
Ensign, 2003) are aIl associated with academic achievement. The combination of 
intelligence, attachment with mother, father and peers, and social perspective 
coordination are therefore expected to promote academic achievement. This was 
particularly expected to be the case for students who faced fewer life stressors. 
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Method 
Participants 
Initially, consent was obtained for all 84 students enrolled in grades 6 
through secondary 5 in a school on a First Nations reservation in northem Quebec 
during the academic year of 1998-1999. Twelve students were exc1uded in the 
study due to absences that resulted in insufficient data. Two other students were 
exc1uded because both of their parents were white. The final group of participants 
inc1uded in the study was 70 students, (39 boys and 31 girls). At the beginning of 
the study in 1998 the participants ranged in age from Il to 19 years with a mean 
age of 13.71 years (SD = 2.008). The number ofstudents, mean age, and standard 
deviation for each grade level is provided in Table 1. In this study, academic 
achievement was defined as graduating from high school with Ministry of Quebec 
Education requirements. The students who graduated were c1assified as academic 
achievers. Those who did not complete high school were c1assified as academic 
underachievers. In 2006,28 students, (16 males and 12 females) were considered 
as achievers compared to 42 students, (23 males and 19 females) who were 
considered as underachievers. The demographic questionnaire and confirmation 
from the school principal indicated that 60 participants had two First Nations 
parents and 10 participants had one First Nations parent and one white parent. In 
this school, the students are taught completely in the Native language until grade 
2. English instruction is introduced in grade 3 where 65% of the curriculum is 
taught in English. Beginning in grade 4 English instruction increases and the 
Native language is offered as a c1ass up until secondary one. 
,"----
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Sample Attrition: Characteristics of Students Eliminated from the Study 
Due to absenteeism during the testing periods, 12 students (6 males and 6 
females) were exc1uded from the study. The data available was analyzed in order 
to examine the specific characteristics of these students. The mean age of males 
that were not inc1uded in the study was 15.67 and for females the mean age was 
15.67. The mean average grade for males was 48.17 percent and the mean average 
grade for females was 36 percent. As of February 2006, six of the 12 students 
were unemployed, one student was seasonally employed and one student was 
employed on a part time basis. Data for the four other students was not available. 
Table 1 
Means and Standard Deviations of Age by Grade Level 
Grade Level M SD n 
Grade 6 11.63 0.500 16 
Grade 7 12.85 1.040 20 
Grade 8 14.00 1.528 13 
Grade 9 15.40 1.174 10 
Grade 10 16.50 1.414 8 
Grade Il 16.33 1.155 3 
Measures 
Measures within the academic domain. The Raven's Standard Progressive 
Matrices (SPM; Raven, Court, & Raven, 1977) was used to assess intelligence as 
this test is considered to be relatively free of cultural bias (Raven et al., 1977, 
Sattler, 1990). Higher raw scores on the SPM correspond with better abstract 
Educational Attainment 31 
reasoning skiUs (Raven, Court, & Raven, 1983). The SPM provides an index of 
the ability to think abstractly, fonn comparisons, reason by analogy, and organize 
perceptions into systematic, related wholes (Luthar & Ripple, 1994; Sattler, 
1990). Acceptable psychometric properties of the SPM are established (Raven et 
al., 1977). The SPM includes five sets, designated as A through E, that represent a 
continuous pattern of levels of difficulty with A the easiest and Ethe most 
difficult. The total score from sets A through D was used in this study, as most 
individuals under the age of25 do not succeed on the items in set E (Raven et al., 
1977). Raw scores are presented rather than percentiles, because nonns have not 
been established for Aboriginal adolescents. 
School transcripts were used to obtain the students' grades for the spring, 
faU and winter tenns during the academic year of 1998-1999. Composite grades 
were obtained by averaging across the marks for aU courses taken for each 
student. High scores on the school grades variable were considered indicative of 
high academic competence levels. 
Measures within the social domain. The grade 4+ version ofthe GSID 
Relationship Questionnaires (4+Rel-Q; Schultz & Selman, 1997) was used to 
assess students' social perspective coordination abilities. The 4+Rel-Q measures 
individuals' ability to recognize and reconcile the selfs and other's perspectives. 
The measure consists of 24 questions assessing relationship maturity with peers 
and adults in three areas, Interpersonal Understanding, Interpersonal Ski Us, and 
Personal Meaning. The 4+Rel-Q is comprised of 5 subscales, two subscales 
represent interpersonal understanding (understanding and perspective-taking), two 
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subscales represent interpersonal skills (hypothetical and real-life interpersonal 
negotiation), and the fifth Rel-Q subscale represents personal meaning awareness. 
Each question on the 4+Rel-Q consists of 4 multiple-choice responses (rated by 
the respondent as poor, average, good, or excellent) and a best choice response. 
Multiple-choice and best choice responses are assigned ratings ofO, 1,2, or 3, 
based on their maturity level with regard to social perspective coordination within 
each specifie subscale. 
An example of an interpersonal understanding question inc1uded; someone 
is a goodfriend because he or she (a) does what you ask (b) lives close by (c) 
shares his or her feelings with you or (d) keeps your secrets. 
An example of a hypothetical negotiation question inc1uded; Jody doesn 't 
like the idea of shoplifting or stealing things from stores. One day Jody 's best 
friend Naomi says she is going to steal somethingfrom a store and asks Jody to 
go with her. Jody says she doesn 't want to steal and Naomi calls her a wimp. Jody 
could (a) tell Naomi not to steal, (b) explain to Naomi why she thinks stealing is 
wrong and talk her into not stealing, (c) persuade Naomi that stealing is not 
worth the risk of getting caught, or (d) Just walk away. 
An example of a perspective taking question inc1uded; Holly is baby-
sitting for her little brother, Max, so her parents can enjoy a Saturday out. Before 
they leave for the evening, they tell Holly to be sure not to let Max watch any TV 
after 9:00. Holly sends Max to bed at 9:00 and stays up to watch a movie she has 
wanted to see. At 9:30, Max comes downstairs, awakened by a bad dream, and 
asks to stay up and watch TV with Holly because he can 't sleep. Holly should say 
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ta Max (a) l'Ulet you stay up, l know you 're scared (b) you can stay up. Just be 
quiet sa l can watch the movie, (c) you can stay up. Mom and dad will understand 
that l let you stay up because you had a bad dream or (d) you can stay up, mom 
and dad wouldn 't want you ta be alone when you 're afraid. 
An example of an interpersonal meaning question inc1uded; my closest 
friends are important ta me because, (a) they make me feel better about myself, 
(b) they like me, (c) they help me stay out of trouble or (d) we can talk ta each 
other about anything. 
An example of a reallife negotiation question inc1uded; When my best 
friend and l don 't agree on what ta do, l might (a) try ta convince my friend (b) 
listen ta my friend and work it out, (c) get upset and go away ta be my myself or 
(d) go along with my friend 
Both subscale and composite scores were calculated for each participant. 
Subscale scores were created by averaging across item and best choice responses 
within each domain. An index of overall social perspective coordination ability 
was produced by taking the mean of the five subscales (Schultz & Selman, 2000). 
The Inventory of Parent and Peer Attachment (IPPA; Armsden & 
Greenberg, 1987) was used to assess the quality of parent-adolescent re1atedness 
and peer-adolescent relatedness. The IPP A items were combined to create three 
broad cognitive-affective dimensions of the parent-adolescent and peer-adolescent 
relationships that inc1ude the degree of mutuality, quality of communication, and 
extent of anger and alienation between the adolescent and their parents or peers. 
The Parent scale consists of 25 items that were answered individually for each 
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parent using a 5-point Likert scale (almost always, often, sometimes, seldom, and 
almost never). Examples ofIPPA items included, my mother respects my feelings, 
my father accepts me as 1 am, 1 get upset a lot more than my mother knows about, 
1 tell my father about my problems and troubles. Several items are considered 
negative and were reverse coded for scoring. For example, 1 wish 1 had a different 
mother/father, and 1 feel if is no use letting my feelings show around my 
mother/father. 
The Peer scale includes 21 items that was scored on a 5-point Likert scale 
(almost never or never true, not very often true, sometimes true, often true and 
almost always or always true). Examples of IPP A peer items included 1 like to get 
my friend 's point of view on things l 'm concerned about, 1 wish 1 had different 
friends, my friends accept me as 1 am. Negative items were also included on the 
peer scale and were reverse coded for scoring. The IPP A has been found to be a 
reliable (test-retest correlations ofr = .86 or greater) and valid measure of the 
perceived quality of close relationships (Arrnsden & Greenberg, 1987; Arrnsden, 
McCauley, Greenberg, Burke, & Mitchell, 1990; Nada-Raja, McGee, & Stanton, 
1992). 
The Teacher-Child Rating Scale (T-CRS; Hightower et al., 1986) was 
completed by the two teachers who spent the most time in the classroom with 
each student. The T -CRS is a 38-item scale that is used to assess problem 
behaviours and competencies along three problem dimensions (Acting Out, Shy-
Anxious, Leaming Problems) and four competence dimensions (Frustration 
Tolerance, Assertive Social Skills, Task-Orientation, and Peer Social Skills). 
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Within the Problems domain, the Acting-Out sub-scale was used to assess 
aggressive, disruptive, and impulsive behaviours. The Shy-Anxious scale was 
used to measure shy, withdrawn, nervous and dependent behaviours. The 
Leaming sub-scale was used to assess academic motivation and performance 
difficulties. The Frustration Tolerance sub-scale was used to assess school and 
social coping abilities. The Assertive Social Skills sub-scale was used to measure 
the ability to cornrnunicate desires and views. The Task Orientation sub-scale was 
used to assess effective leaming skills; and the Peer Social Skills sub-scale was 
used to measure the ability to establish and maintain good peer relationships. 
Examples of the behaviours that were rated by the teachers within the problem 
domain included, disruptive in class, disturbs others while they are working, shy, 
timid, and poor work habits. Exarnples ofthe behaviours that were rated by the 
teachers within the adjustment domain included accepts things not going his or 
her way, accepts imposed limits, and tolerates frustration. Acceptable 
psychometric properties for reliability and validity have been reported for these 
scales (Hightower et al., 1986). Teacher rated classroom behaviour was indexed 
in two domains, problem and adjustment domain. 
The peer nomination method of socio-metric assessment was used to 
assess peer reputation and to estimate the adolescents' level of acceptance among 
peers ofboth genders. Students were asked to identify a maximum ofthree peers 
whom they liked most and least from a list of narnes presented alphabetically and 
grouped according to grade. The total number of liked most (LM) and liked least 
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(LL) nominations were summed separately. The peer rating scale is presented in 
Appendix A. 
Measures within the cultural domain. The McGiU Y outh Study Team 
Culture and Heritage scale was used to examine adherence to cultural identity. 
This questionnaire was originaUy developed with a community educator and a 
community leader to reflect the identity ofthis First Nations group. The test 
inc1udes Il-items on a 5-point Likert scale, ranging from 0 to 5. The MYST scale 
inc1uded items that asked directly about identification in a First Nations or non-
First Nations way of life. The MYST scale is presented in Appendix B. 
The Biculturalism Involvement Questionnaire (BIQ; Szapocznik, 
Kurtines, & Femandez, 1984) was designed to assess how comfortable 
individuals feel in both their culture and the dominant culture. The test inc1udes 
22-items on a 5-point Likert scale. For the purposes ofthis study, the original BIQ 
was adapted to assess attitudes about this group of First Nations adolescents and 
white culture. Several activities inc1uded on the original BIQ were therefore 
changed to reflect the appropriate cultures in question. Attitudes about each 
culture were assessed independently and thus three indices were derived, one of 
comfort in the majority culture, one of comfort in their own culture and one of 
level of enjoyment in cultural activities. Scores for enjoyment in cultural activities 
were obtained by summing aU the items reflecting enjoyment in Native activities. 
Scores on the majority culture were obtained by summing aU of the items 
reflecting comfort in white culture and scores for the First Nations domain were 
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obtained by summing all the items reflecting comfort in their own culture. The 
BIQ is presented in Appendix C. 
Measures of stress. A self-report questionnaire was used to obtain 
demographic participant information regarding family size, household 
composition, and ethnicity. Membership in a minority group, the presence of 
more than three children in the household, and the absence of a parent or 
surrogate parent of either gender were all considered to be stressors (e.g., Luthar, 
1993). Socio-demographic risk was indexed in a cumulative fashion by summing 
the presence of each of the two socio-demographic stressors (maximum possible 
value = 2). The demographics questionnaire is presented in Appendix D. 
The Life Events Checklist (LEC; Johnson & McCutcheon, 1980) is 
comprised of 46 items. An eighteen-item subtest of the LEC was used to assess 
life events over which the individuals have little or no control (e.g., death of a 
close friend, new brother or sister) For each item, the students were asked to circle 
yes or no with regard to the occurrence of a specific event during the past 12 
months, and to indicate whether they perceived the event as good or as bad. 
Simple counts of negative life events were used as an index of stress. Acceptable 
levels oftest-retest reliability, convergent validity, and discriminant validity have 
been reported for both positive and negative experiences among adolescents 
(Brand & Johnson, 1982; Johnson, 1982). 
Design and Procedure 
Defining the factors. Academic achievement was defined as graduating 
from high school with Ministry of Quebec Education requirements. The students 
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who graduated were classified as academic achievers, while those who did not 
complete high school were classified as academic underachievers. In order to 
include as many students as possible in the analyses, data from the first stages of 
data collection was aggregated, providing an average score for The McGill Y outh 
Study Team Culture and Heritage scale, The Biculturalism Involvement 
Questionnaire (BIQ; Szapocznik, Kurtines, & Femandez, 1984), The Inventory of 
Parent and Peer Attachment (IPP A; Armsden & Greenberg, 1987), The Teacher-
Child Rating Scale (T-CRS; Hightower et al., 1986), the peer nomination form 
and average school grades. This procedure was not done with the Raven's 
Standard Progressive Matrices (SPM; Raven, Court, & Raven, 1977) and the 
grade 4+ version of the GSID Relationship Questionnaires (4+Rel-Q; Schultz & 
Selman, 1997), which was only administered once during the first stage. 
Additionally, the students also provided information about demographics. 
The risk or vulnerability factors in this study are based on those used by 
Luthar (1991; 1993) in her research with inner-city minority youth. Vulnerability 
factors were indexed through a combination ofrecent negative life events and the 
presence of socio-demographic variables found to be associated with stress. These 
socio-demographic variables include one-parent families and the presence oftwo 
or more siblings as they are thought to diminish individual attention from parents 
(Luthar, 1993, Seifer, Sameroff, Baldwin & Baldwin, 1992). The presence of a 
risk or vulnerability factor was given a value of one and its absence was given the 
value of zero. Socio-demographic stress was indexed in a cumulative fashion by 
summing the presence of each of the two socio-demographic stressors (maximum 
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possible value = 2). Simple counts of negative life events were used as an index of 
stress. 
In the initial stage, competence in the academic sphere (Academie 
Competence) was indexed through scores on a standardized measure of 
intelligence and on academic competence. Raw scores from the Raven's Standard 
Progressive Matrices (SPM; Raven, Court, & Raven, 1977) were used to index 
intelligence. Early academic competence was indexed by composite grades. 
Composite scores of grades were calculated averaging grade for 3 school terms. 
Competence in the social sphere (Social Competence) was indexed 
through social perspective coordination, peer acceptance, teacher rated c1assroom 
behaviours and attachment to each mother, father and peers. Social perspective 
coordination ability scores were calculated by averaging across item and best 
choice responses (Schultz & Selman, 2000). Higher scores are indicative ofbetter 
skills. Peer acceptance was indexed by having students choose peers whom they 
liked most and least from a li st of names. Composite scores for attachment scores 
were calculated by averaging the scores across the testing periods. Higher scores 
are indicative of stronger attachment. Teacher rated c1assroom behaviour was 
indexed in two domains, problem and adjustment domain. Composite scores for 
the problem and adjustment domains were calculated by taking the average ofthe 
sub-scores scales within each domain. High scores within both the adjustment and 
problem domain denote appropriate classroom behaviour. Competence in the 
cultural sphere (Cultural competence) was indexed through identity with Native 
culture using the McGill Y outh Study Team Cultural and Heritage scale (MYST) 
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and an adapted version of The Biculturalism Involvement Questionnaire (BIQ; 
Szapocznik, Kurtines, & Femandez, 1984). Scores for the MYST were totalled to 
generate a final score. Higher scores indicated a stronger identity with Native 
culture than with white culture. Three areas were indexed for the Biculturalism 
scale, one for enjoyment in activities in both Native and white culture, the second 
for identity with Native culture and the third for identity with white culture. 
Composite scores were calculated for the Biculturalism scale by totalling scores in 
each of the three areas. Lower scores in the enjoyment area indicated that they 
enjoyed participating in their own Native cultural activities more white culture. 
Higher scores in the comfort area indicated stronger identity with Native culture 
and lower scores in the comfort area for identity with white culture would reflect 
the same. 
Data collection. There were two stages to the data collection. The first 
stage involved 3 visits to Kawawachikamach during which the students completed 
batteries of questionnaires and the second stage involved collection of the follow 
up data from school records. In the first stage, the data were collected during one-
week testing periods in each of May 1998, November 1998, and May 1999. A 
team of graduate students administered the tests to the students in a group format. 
AlI the questions were read out loud to the students. The order of administration 
of the measures was the same for each c1ass, and measures were administered so 
that relatively structured, non-threatening measures were administered at the 
beginning and end of each session. To encourage participation, the participants 
were offered small gifts at the end of each testing week. 
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In the second stage, during the follow up period in February 2006, the 
school records of the participants from the first stage were reviewed with the help 
of the school principal and other school personnel. The records provided 
information about whether individuals were still in school, dropped out of school 
in the interim, completed secondary five without graduating, or officially 
graduated according to provincial standards. The school principal and an 
administrator provided information about post-secondary for the students. 
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Results 
Data Analytical Procedures 
As the goal of the analyses was to assess to extent to which various 
measures from the initial stage of the study predicted later academic attainment, 
long term academic achievement at the time of the 7 year follow-up was the 
dependent variable, and the predictors from the earlier testing sessions during the 
first stage of data collection were considered the independent variables. The 
independent variables include average school grades, peer acceptance, teacher 
ratings of classroom behaviour, intelligence; social perspective coordination; 
attachment to mother, attachment to father, attachment to peers; identity with 
Native culture; and risk factors (demographic and negative life events) 
Correlations were conducted in order to measure the relations among the 
independent variables. The means and standard deviations from each ofthe 
independent variables were obtained in order to compare the means of the 
achievers from the means of the underachievers. Each of the independent factors 
including average school grades, peer acceptance teacher ratings of classroom 
behaviours, intelligence, social perspective coordination, attachment to mother, 
father, peers, identity with Native culture and risk factors (demographic and 
negative life events were then analyzed separately with an ANOV A in order to 
test the hypotheses that each of the factors promoted academic achievement. 
Multivariate analyses of variance (MANOVAs) were then conducted with 
intelligence, social perspective coordination, attachment and the risk factors as the 
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dependent variables to determine whether the combination of specific social 
competence factors differed between low and high academic achievers. 
Initial Analyses 
Descriptive statistics. The means and standard deviations of each of the 
independent variables used to assess academic success (intelligence and grades), 
social functioning (social perspective coordination and attachment to mother, 
father and peers, peer ratings and teacher ratings), cultural affinity (identity with 
Native culture) and risk factors (life events, demographics) are presented in Table 
2. 
Intercorrelations among the inde pendent variables. Intercorrelations 
among the independent variables are presented in Table 3. AlI 70 students were 
inc1uded, although data is not available for all of the students on all of the 
measures. Data was not available for 7 students with the intelligence measure, 7 
students for attachment with mother, 13 students for attachment with father, 8 
students for attachment with peers. Data was also not available for 8 students with 
the social perspective coordination measure, 8 for the McGill youth cultural and 
Heritage scale, 15 for the Biculturalism scale and 1 for school grades. 
Effects of Competence and Risk Factors as Predictors of Academic Achievement 
Early school grades as a marker of academic achievement. A one way 
ANOV A was performed with long term academic achievement as the dependent 
variable and early grades as the independent variable. With an alpha level of .05 
the effect for grades was statistically significant, F (1, 68) = 10.58,p <.05. The 
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mean of the achievers' school marks was higher than those of the underachievers 
(see Table 2). 
Intelligence as a marker for academic achievement. A one way ANOV A 
performed with long term academic achievement as the dependent variable and 
intelligence as the independent variable revealed a significant effect for IQ, F (1, 
62) = 10.34,p <.05. The mean LQ. score of the academic achievers was higher 
than that of the underachievers (see Table 2). Raw scores are presented rather than 
percentiles, because norms have not been established for Aboriginal adolescents. 
As raw scores are expected to increase with age, age was used as a covariate in a 
subsequent analysis and, even after these adjustments for age, the effect of 
intelligence remained, F (1, 62) = 9.960,p <.05. 
Peer acceptance as a marker for social functioning. An ANOV A was 
performed with long term academic achievement as the dependent variable and 
peer ratings as the independent variable. With an alpha level of .05 the effect for 
peer ratings of 'liked least' was statistically significant, F (1,69) = 4.06,p < .05, 
but not statistically significant for peer ratings of 'liked most', F (1, 69) = .380, p 
<.540. The mean of average number oftimes a child was chosen as being least 
liked was lower for the achievers than the underachievers (see Table 2). 
Classroom behaviour as a marker of social functioning. ANOV As were 
performed with long term academic achievement as the dependent variable and 
teacher rating of students' behavior as the independent variable. With an alpha 
level of .05 the effect for the teacher rating in the problem domain was 
statistically significant, F (1, 69) = 27.42 P < .05, and the effect for the teacher 
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rating in the adjustment domain was statistically significant, F (1, 69) = 40.58 p < 
.05. The mean scores ofthe academic achievers in both the adjustment and 
problem domains were higher than those of the underachievers (see Table 2). 
Attachment to mother, father and peers as markers of social functioning. 
A univariate ANOV A was performed with long term academic achievement as 
the dependent variable and attachment to mother, father and peers as the 
independent variables. An alpha level of .05 was used for each statistical test. The 
effect for attachment to father was statistically significant, F (1, 56) = 4.92, P < 
.05, but was not statistically significant for attachment to mother, F (1, 60) = .004, 
P < .948, or to peers, F (1, 61) = 2.7l,p < .105. The academic achievers were 
more attached to fathers than were the underachievers (see Table 2). 
Social perspective coordination as a marker of social junctioning. A 
univariate ANOV A with long term academic achievement as the dependent 
variable and social perspective coordination as the independent variable revealed 
the effect of social perspective coordination was statistically significant, F (1, 59) 
= 6.92, p < .05. The mean score of academic achievers were higher than those of 
the underachievers (see Table 2). 
Identity with native culture as a marker for cultural identity. Univariate 
ANOV As with long term academic achievement as the dependent variable and 
identity with native culture as the independent variable revealed the effect of 
MYST identity with native culture was statistically significant, F (1, 61) = 7.61, P 
< .05, but was not statistically significant for the Biculturalism scale measures of 
enjoyment in Native activities, F (1,55) = .000,p < .993, identity with Native 
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culture F (1,55) = .34l,p < .562 or identity with white culture F (1,55) = .034,p 
< .854. The mean of score on identity with Native culture from the MYST 
measure was lower for the academic achievers, suggesting that they identified less 
with native culture than the underachievers (see Table 2). On the Biculturalism 
scale, the mean score of enjoyment in Native activities and comfort with Native 
and white culture did not differ between the achievers and the underachievers (see 
Table 2). 
Risk factors in relation to academic achievement. ANOV As were 
performed with long term academic achievement as the dependent variable, and 
socio-demographic stress and negative life events as the independent variables. 
The effect of demographics and negative life events were each analyzed 
separately in relation to academic achievement using ANOVA's. The effect of 
socio-demographic stress was not statistically significant, F (1, 69) = .000, p < 1.0 
and the effects ofnegative life events was also not statistically significant, F (1, 
69) = .480, p < .491. 
Intelligence and social perspective coordination and effects of stress in 
relation to academic achievement. A between-subjects MANOV A was performed 
with long term academic achievement as the dependent variable and with 
intelligence, social perspective coordination, negative life events, and 
demographic stress as the independent variables. For this analysis, the initial N of 
70 students was reduced to 52 with the deletion of the data of 18 students because 
of missing data on the intelligence and social perspective coordination scales. 
Overall group differences were found on all variables using the Pillai's Trace F 
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(1,52) = 3.65,p < .05. The effect of intelligence was statistically significant, F (1, 
52) = 11.81, P < .05 and the effect of social perspective coordination was also 
statistically significant, F (1, 52) = 6.033,p < .05, but the effect ofnegative life 
events was not statistically significant, F (1, 52) = .572, P < .453 and the effect of 
socio-demographic stress was also not statistically significant, (F 1, 52) = .076, p 
< .784. The findings support the hypothesis that the combination of intelligence 
and social perspective coordination for both the skills and maturity scales predict 
academic achievement. The MANOV A table for intelligence, social perspective 
coordination, and effects of stress is presented in Table 4. 
Intelligence, social perspective coordination, attachment, and effects of 
stress in relation to academic achievement. A between subjects MANOVA was 
performed with the dependent variable of long term academic achievement and 
with the independent variables of intelligence, social perspective coordination, 
attachment with mother, father, peer, negative life events, and demographic stress. 
An alpha level of .05 was used for all statistical tests. The initial N of 70 students 
was reduced to 41 with the deletion of the data of 29 students because of missing 
data on the intelligence, social perspective coordination, and attachment scales. 
Overall group differences were found on all variables using Pillai's Trace, F (1, 
41) = 4.56, P < .05. The effect of intelligence was statistically significant, F (1, 
41) = 9.23,p < .05, the effect of social perspective coordination skills was 
statistically significant, F (1, 41) = l1.9l,p < .05, the effect ofattachment to 
father was statistically significant, F (1, 41) = 5.82,p < .05 and the effect of 
negative life events was statistically significant, F (1, 41) = 4.43,p < .05, but the 
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effect ofattachment to mother, F (1, 41) = .000,p < .990, attachment to peers, F 
(1,41) = 2.72,p < .107 or socio-demographic stress F (1, 41) = .2l7,p < .644 was 
not statistically significant. The findings partially support the hypothesis that the 
combination of intelligence, social perspective coordination, and attachment 
would predict academic achievement. The results reveal that the combination of 
intelligence, social perspective coordination, attachment to father and fewer life 
events predicted academic achievement. The MANOV A table for intelligence, 
social perspective coordination, attachment and effects of stress is presented in 
Table 5. 
Early school grades, peer relations, teacher ratings of classroom behavior 
and stress factors in relation to eventual academic achievement. A between 
subjects MANOV A was perforrned with long terrn academic achievement as the 
dependent variable and the independent variables of early school marks, peer 
ratings, teacher ratings of school behaviour, demographic stress and negative life 
events. The original N of70 students was reduced to 68 with the deletion of the 
data of 2 students because of missing school grades. Overall group differences 
were found on all variables using Pillai's Trace F (1, 68) = 6.42, P < .05. Main 
effects were found for school grades, F (1, 68) = 10.58, P < .05, the number of 
times a child was chosen as least liked, F (1,68) = 4.25,p < .05, teachers ratings 
of classroom behavior in the problem domain F (1, 68) = 30.13, P < .05 and the 
adjustment domain F (1,68) = 4.39.08,p < .05. No main effects were found for 
negative life events, F (1, 68) = .364, P < .548, number of siblings in the home, F 
(1,68) = 1.776,p < .187, ornumberofadults in the home, F (1, 68) = .013,p < 
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.910. The mean of school grades was higher for the academic achievers, and the 
mean for peer acceptance suggests that the under achievers were chosen more 
times as being least liked by their peers than the achievers (see Table 2) 
Additionally, the means of the achievers for the teacher ratings of c1assroom 
behaviour in the problem and adjustment domains were higher than those of the 
underachievers. The MANOV A table for early academic competence in relation 
to long term academic achievement is presented in Table 6. 
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Table 2 
Means and Standard Deviations for ail Variables 
Independent Variables Group Means (standard deviations) 
Underachievers Achievers N 
School grades 58.68 69.76 69 
(13.31) (14.73) 
Intelligence 33.16 38.34 63 
(7.06) (4.99) 
Social Perspective 41.68 44.16 60 
(4.0) (3.0) 
Attachment mother 84.50 84.72 61 
(16.18) (8.65) 
Attachment father 73.62 82.75 57 
(17.47) (12.27) 
Attachment peers 79.91 85.40 62 
(14.56) (10.60) 
Peers most liked 2.33 2.55 70 
(1.47) (1.45) 
Peers least liked 2.04 1.25 70 
(1.87) (1.113) 
Classroom adjusted 105.42 174.74 70 
(39.56) (51.31) 
Classroom problem 89.88 146.29 70 
(44.75) (43.20) 
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Table 2 
Means and Standard Deviations for al! Variables 
Independent Variables Group Means (standard deviations) 
Underachievers Achievers N 
MYST identity 40.45 37.37 62 
(4.41) (4.40) 
Bicultural enjoy 23.86 23.88 55 
(6.19) (5.33) 
Bicultural Native 40.32 41.16 55 
(5.68) (4.80) 
Bicultural White 33.06 33.41 56 
(7.21) (6.95) 
Demo stress 0.93 0.93 70 
(.342) (.378) 
Life events stress 6.55 5.87 70 
(4.04) (4.06) 
) 
Table 3. 
Pearson intercorrelations of independent variables 
1 2 3 4 5 6 7 8 
1. LEC 
2. Stress .075 
3.IQ -.111 -.131 
4. SPC skills -.182 -.066 .359** 
5. LD. Native (MYST) .199 -.081 -.149 -.136 
6. BI enjoy -.215 .031 .101 -.112 -.214 
7. BI Native .055 -.176 .197 .210 .298 -.039 
8. BI White -.282 * .162 -.012 .197 .062 .162 .242 
9. Mother .029 -.195 -.075 -.110 .214 -.180 -.074 -.061 
*p < .05, **p <.01 
) ') 
Table 3. 
Pearson intercorrelations of independent variables 
1 2 3 4 5 6 7 8 9 
10. Father -.074 -.012 -.022 .132 .045 -.170 .027 -.179 .434** 
Il.Peers -.060 -.220 .114 .049 .094 -.093 .079 .098 .647** 
12. Grades -.013 -.120 .114 .128 -.212 -.050 .059 -.323 * -.094 
13. Peers M -.270* -.095 .077 .082 -.240 .097 -.289* -.063 -.059 
14. Peers L .282* .177 -.106 -.420** -.046 .179 -.161 -.007 .056 
15. TCRS prob -246* -.054 .516** .498** -.259* -.021 .145 -.022 .030 
16. TCRS adjust -.144 -.131 .387** .432** -.287* -.014 .157 .0303 -.041 
*p < .05, **p <.01 
) 
Table 3. 
Pearson intercorrelations of independent variables 
10 11 12 13 14 15 16 
9. Mother 
10. Father 
11. Peers .343 * 
12. Grades .127 -.023 
13. Peers M .039 .088 .138 
14. Peers L .007 .001 -.148 -.375 ** 
15. TCRS prob .224 .243 .465** .164 -.337** 
16. TCRS adjust .262 * .128 .550** .149 .268 * .836** 
*p < .05, **p <.01 
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Table 4 
MANO VA for intelligence, social perspective coordination and stress factors 
Variables df F p 
Between subjeets 
LQ 1,52 11.81 * .001 
SPC 1,52 6.03* .017 
Life events 1,52 .572 .453 
Demographie 1,52 .076 .784 
Note. *p < .05 
Table 5 
MANO VA for intelligence, social perspective coordination, attachment and stress 
factors 
Variables df F p 
Between subjeets 
LQ 1,42 9.23* .004 
SPC 1,42 11.12* .002 
Mother 1,42 .000 .990 
Father 1,42 5.82* .020 
Peers 1,42 2.72 .107 
Life events 1,42 4.43* .042 
Demographie 1,42 .289 .594 
Stress 
Note. *p < .05 
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Table 6 
MANO VA for early academic competence and stress factors 
Variables df F p 
Between subjects 
Average marks 1,68 10.58* .002 
Peers liked most 1,68 .428 .515 
Peers liked least 1,68 4.25* 0.43 
Problem domain- 1,68 30.13* .000 
TCRS 
Adjustment 1,68 39.08* .000 
domain-TCRS 
Life events 1,68 .364 .548 
Socio-demographic 1,68 .000 .984 
stress 
Note. *p < .05 
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Discussion 
The focus ofthis study was the identification ofpredictors oflong-terrn 
educational attainment as reflected in high school graduation and entrance into 
post secondary education among Naskapi adolescents from Kawawachikarnach, a 
geographically remote reserve in north eastem Quebec near the Labrador border. 
The potential predictors including early academic success, social functioning, and 
cultural identity are all considered components of social competence within the 
developmentalliterature on well-being arnong adolescents. Intelligence and early 
grades were used as indices within the academic domain, social perspective 
coordination; attachrnent to mother, father, peers, peer relations, and classroom 
behaviours as indicators within the social domain; and identity with Native culture 
as the index within the cultural domain. This study included a first stage in which 
a series ofthree testing sessions over a one year period in which virtually all the 
students in grades 6 to Il in the only school on the reserve completed batteries of 
questionnaires and a second stage, 7 years later when school records of graduation 
and entrance to post-secondary education were reviewed. 
The findings highlight the strengths and assets ofthis unique group of 
adolescents. As expected within the academic domain, both intelligence and early 
school grades promoted long-terrn academic achievement. Within the social 
domain, social perspective coordination skills, attachrnent to father, and overall 
classroom behaviours as rated by teachers promoted academic achievement. 
Attachrnent to mother or peers did not promo te the academic achievement of 
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adolescents. Within the cultural domain, lower identification with Native status 
was associated with school achievement. 
The Predictors of Long-term Educational Attainment 
Markers of academic success. Not surprisingly, intelligence and early 
school grades both promoted the academic achievement ofNaskapi adolescents. 
Intelligence is c1early related to educational attainment in general across age 
groups and is commonly cited as protective of adolescents from diverse 
populations who are at risk for low educational attainment (Masten et al., 1997; 
Masten, 1999,2001; Masten & Powell, 2003). Earlier explanations for elevated 
school drop out rates tended to suggest that Aboriginal children lagged behind the 
general population both in early school years and with regard to intelligence 
scores (McCullough, Wallace & Diessner, 1985; Bryde, 1968). As a result, earlier 
studies were generally focused on the problem of assessment (Persi & Brunatti, 
1987) and instructional strategies and Native leaming styles as a me ans of 
improving academic achievement (Wilgosh & Mulcahy, 1993). However, the 
findings from this and other studies highlight that educational success is possible 
even with a typical govemment mandated school system and curriculum. The two 
challenges that arise from the findings are to ensure that the students with higher 
intelligence and who succeed in the early school years maintain their academic 
excellence throughout their school years and do not become discouraged by lack 
of resources or by negative feedback from peers regarding their success. A second 
issue is to ensure that basic landmarks of academic success, such as high school 
graduation and entrance to post-secondary educational systems are accessible 
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even to students who do not score among the highest on intelligence tests or who 
do not attain much academic success in the earlier school years. Thus, the goal is 
to promote excellence when possible, and higher levels education for aIl. 
Markers of social functioning. Higher levels of social perspective 
coordination skills were related to eventual academic success. These findings 
support previous evidence that social skills serve as a protective mechanism 
against adversity (Luthar, 1991) and that developmentally appropriate perspective 
coordination abilities are positively related to academic competence (Yeates, 
Shultz & Selman, 1991). The skills associated with social-perspective 
coordination appeared to continue to act as a compensatory mechanism over the 
course of the students' academic life at the high schoollevel. Social skills and 
abilities are c1early essential to educational success at allievels and become 
increasingly so in high school and post-secondary education as aIl interactions 
become increasingly sophisticated and integrated into every aspect of life 
(Englund, Levy, Hyson & Sroufe, 2000). Although success in academic and other 
aspects of daily life is possible for those who are not socially adept, social 
sophistication and awareness of others is an important facilitator in aIl aspects of a 
person's life and adaptation within society (Elias, et al., 1997). 
Attachment as a marker of social fun ction ing. The findings of this study 
partially supported the hypothesis that attachment would promote academic 
achievement. Attachment to mother, father, and peers was assessed separately to 
determine if each of these types of relationships would individually predict 
academic achievement. Only higher levels of attachment with fathers predicted 
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academic achievement. Several explanations can be made of the results. Within 
investigations on fathering, several assumptions have been made with regards to 
the role that fathers have with their children. One assumption deriving from 
theoretical claims is that fathers provide human capital, the knowledge and skills 
to pass on to his children provides weIl as the financial resources, which in retum 
purchases goods as weIl as services (Becker, 1991). Ruman capital investigations 
have typically examined fathers' years of education and employment status 
finding that low-income, and minority fathers withjobs and education are likely 
to be more involved with their children (Coley & Chase-Lansdale, 1999; Cooksey 
& Craig, 1998). Based on the human capital theory it is possible that Naskapi 
adolescents are attached to their fathers who provide the knowledge, skills and 
financial resources they need. Another explanation for this finding is that fathers 
play a unique and critical role with regards to their children's success. Lamb and 
Tasmis-Lemonda (2004) argue that although fathers are typically perceived and 
judged by their breadwinning and provisional ability, they fill other roles as weIl. 
The most consistent findings conceming father involvement and children's 
outcomes in low income and minority groups indicate a central role in their 
children's cognitive and educational attainment (Coley, 2001). For example, in a 
study offamily structure and psychosocial correlates among a sample of254 
African American male adolescents from an inner city, Zimmerman, Salem, and 
Maton (1995) found a trend for lower school drop out among youth who reported 
their fathers as role models. Fathers' provision ofwarmth and control was also 
found to be significantly related to the academic achievement of mid elementary 
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school children from a large industrial city (Coley, 1998). The findings not only 
highlight the need to identify the particular patemal characteristics that contribute 
to academic achievement, underscore the need to investigate how to increase the 
presence or power of mothers and peers that may contribute to the academic 
achievement of all students. 
Peer relations and classroom behaviour as a marker for social 
functioning. The findings support the hypothesis that peer relationships and good 
c1assroom behaviour would promote academic achievement. The academic 
achievers were generally more liked by their peers and rated by teachers as being 
well adjusted in the c1assroom and demonstrating lowers leve1s ofbehaviour in 
the problem domain compared to the underachievers. These findings support 
previous evidence that peer relationships in early adolescence is related to 
academic accomplishments (Wentzel, 1994) and underlying behavioural skills 
link social and academic competence at school (Wentzel, 1991, 1993). The 
influence of peers in relation to academic achievement appears to be complex as 
in addition to peer acceptance, the mediating role of group acceptance, group 
membership and prosocial behaviour must be also be considered in relation to 
academic achievement (Wentzel & Caldwell, 1997). Students' relationships with 
peers are potentially important for promoting academic achievement, emphasis on 
the development of cooperative sharing and appropriate student behaviour in the 
c1assroom is essential for promoting academic achievement (Wentzel & Caldwell, 
1997). 
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Marker of cultural identity. Seidman and Pederson (2003) argue that adolescents 
engage in salient domains of experience such as employment, traditional 
activities, and religious practices that may foster the development of different 
competencies. However, the findings ofthis study did not support the hypothesis 
that a strong identity with Native culture predicts academic achievement. The 
academic achievers identified less with their Native culture on the MYST 
questionnaire than the underachievers, and scores on the biculturalism scale were 
not related to academic outcome. An explanation for the inconsistency between 
the two scales may suggest that the MYST scale of identity with Native culture 
was more sensitive to certain aspects relevant to identifying with Native culture. 
This scale was developed in collaboration with community members to reflect the 
identity ofthis particular group. The finding that the achievers identified less with 
their Native culture than the underachievers may result from increased exposure 
to Western world life styles through television, Internet access, and schooling 
(Orchard, 1998). Although the academic achievers may be considered as 
competent according to Majority culture, the cost may be diminished 
identification with and participation in their Native culture. Conversely, 
participation in the Native culture may impede the ability to meet Majority culture 
expectations. The finding that identity with Native culture did not promote 
eventual academic success is discrepant with previous evidence of American 
Indian children (Whitbeck et al., 2001). A possible explanation as to why identity 
with Native culture did not promote eventual academic success may be a result of 
the curriculum failing to reflect the lives ofNaskapi students outside of school. 
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Naskapi adolescents are forced to choose to identify with either Native or 
Majority culture. Students who choose to identify with their Native culture may 
be more involved in outdoor activities such as hunting, and therefore may be 
absent from school for lengthy periods oftime. In order to optimize the 
experiences of students and increase academic achievement levels, changes to the 
curriculum may be needed to allow students to retain the reward ofboth worlds so 
that they can succeed academically and maintain the values and traditions of their 
own culture. 
The combination of two resources and stress factors. When intelligence, 
social perspective coordination, socio demographic stress and negative life events 
were combined, intelligence and social perspective coordination together 
promoted long-term academic success. Socio-demographic stress and negative life 
events were not found to be significant. These findings are not surprising as 
intelligence appears to be related to social skills. Intelligent children may have an 
easier time leaming social skills, and thereby develop superior coping strategies 
or problem solving skills (Masten et al., 1988; Luthar, D'Avanzo, & Rites, 2003), 
conversely, children with better social skills are better students (Luthar, 2006). 
The combination of three resources and stress factors. When combined in 
a MANOVA, intelligence, social perspective coordination, and attachment to 
father each contributed to the academic success ofNaskapi adolescents. When the 
vulnerability factors were added to the combination, the effect of negative life 
events was statistically significant, suggesting that the academic achievers 
experienced fewer negative life events than underachievers. The examination of 
-, 
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the combination of these three factors suggests that the academic achievers had 
more resources available to them than the underachievers. Although intelligence 
and attachment to father are individually associated with enhanced academic 
performance (Coley, 2001) and patemal sensitivity has been positively related to 
prosocial behaviors (Coley, 1998) the benefits appear to be greater when more 
resources are available. According to Masten and Powell (2003) increasing the 
number ofkey resources, both in quality and quantity can theoretically improve 
the competence of children at risk. 
The combination of early academic competence and risk factors. The findings of 
this study support the hypothesis that the combination of early school grades, peer 
relations, and positive classroom behaviours promote eventual academic 
achievement. The academic achievers scored higher on school grades, were 
generally wellliked by their peers, demonstrated higher levels of adjusted 
classroom behaviours and lower levels of problem behaviours than the 
underachievers. Students who are accepted by their peers or display prosocial and 
responsible forms ofbehaviour tend to be high achievers (DeRosier, Kupersmidt 
& Patterson, 1994; Wentzel, 1991), whereas students who are less popular and 
display inappropriate social behaviour tend to do less well academically (Wentzel, 
1991). Conventional benchmarks ofadaptive functioning such as early school 
success, positive classroom behaviour, and peer relatedness in adolescence can 
help create a classroom environment that is conducive to instruction and leaming 
(Wentzel, 1991) and are predictors oflater adaptation in adulthood (Masten et al., 
1995). 
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The findings that early school grades, peer relations and positive 
classroom behaviours promoted eventual academic achievement among N askapi 
adolescents are in contrast to Luthar's (1995) findings among low income 
adolescents for whom peer-rated acceptance is linked to significant decrements in 
grades across the academic year and to aggressive, disruptive behaviors in the 
classroom (Luthar, 1995, Luthar & McMahon, 1996). Behaviours considered as 
deviant by most adults may be required to maintain feelings of self-esteem, status, 
and to be included as a member of a peer group within the communities (Luthar & 
Burack, 2000). This discrepancy suggests that, in contrast to inner-city 
adolescents, the Naskapi adolescents' value positive peer behaviours and socially 
responsible behaviour may contribute to their academic accomplishments. 
Limitations of the Study 
Severallimitations of the present study require consideration. The 
adolescents in this study come from a single community, unique in terms of many 
aspects of cultural, history, and geographic location and although there are 
strengths when investigating an entire homogeneous community, it also makes the 
ability to generalize harder. The data that was collected during the first stage of 
the three visits are based on questionnaires and although this is a good means of 
collecting data there are issues that exist. For example the socio-metric measure 
used to make predictions about peer preferences can be problematic due to a lack 
of agreement between peer ratings and bias in evaluation (Dodge, 1985). As with 
any longitudinal study the inherent difficulty is the attrition rate and absenteeism 
during the process. In the first stage of the study absenteeism during the weeks of 
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testing made the collection of data difficult. If a student missed a particular test 
during one testing period attempts were made to ensure they were tested during 
the second or third testing period, yet this was not always the case and as a result 
insufficient data was collected for certain students and an explanation as to why 
data needed to be aggregated. Although certain aspects of the study require closer 
consideration this is the stepping stone to future studies that examine eventual 
academic achievement among First Nations adolescents. 
Implications for Intervention 
The present findings represent the start of an understanding of factors that 
promote long term academic outcome and implications among a specific group of 
First Nations students who are at statistical risk for school drop out. According to 
Masten and Powell (2003) two approaches can be taken to designing intervention 
programs, including asset-focused and process-oriented designs. Asset focused 
are designed to directly improve the skills ofindividuals involved in the students' 
life. For example, this might involve increasing the power of the people who are 
assets to the student through direct training to parents, teachers, or other 
significant people (Masten & Powell, 2003). Process-oriented interventions are 
designed to focus on improving the most powerful adaptational systems for 
students and can target different system levels such as the individual, family, 
school or neighbourhood. For example, this could involve programs designed to 
enhance the attachment relationships with significant others, creating mentoring 
relationships or pro vide opportunities for students to develop new skills or talents 
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The results of this study suggest that both approaches could potentially be 
beneficial to students. The intelligence and social perspective coordination 
findings suggest a process oriented approach as a starting point for students. 
Investment in students' preparedness for school early in their academic careers 
can potentially promote academic achievement. A starting point may include 
training parents to prepare their children for school readiness, teacher training to 
develop skills in areas that can foster academic achievement, and offering 
increased opportunities for students to leam new skills while building on the skills 
they have already acquired. The link between attachment to father and academic 
success also suggests that educational interventions should be focused on families 
as well as the children. The finding that academic achievers identified less with 
their Native culture suggests that the curriculum needs to be adapted so that 
traditional activities, language, and culture continue to be preserved. 
Conclusion 
In conclusion, these findings highlight the need to promote both social and 
academic competence in the quest to further improve rates ofhigh school 
graduation and post-secondary enrolment among Naskapi adolescents. In a more 
general sense, the link between attachment to father and academic success 
suggests that educational interventions should be focused on the family as well as 
the child. With regard to educational planning, the govemment-mandated 
curriculum should be adapted so that the Naskapi and majority education can be 
integrated in complementary ways rather than being pitted against each other in a 
way that allows for success on only one. Although each First Nations community 
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is unique with regard to history, culture, language, and educational values, the 
identification of multiple predictors of academic success among N askapi 
adolescents is likely relevant to other communities. 
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Appendix A 
Peer Nomination Forms 
Instructions: Please circle three names for each question. 
A. Who do you like the most? 
B. Who do you like the least? 
1. When mad, gets even by keeping the person from being in their group of 
friends 
2. Che ers people up 
3. Tries to keep certain people from believing in their group during activity 
or free time 
4. Tells other kids that they will beat them up unless the kids do what they 
say 
5. When mad at a person, ignores them or stops talking to them 
6. Calls out without raising their hand 
7. Tries to make other kids not like a certain person by spreading rumors 
about them 
8. Says mean things to insult others or to put them down 
9. Helps others 
10. Tells friends they will stop liking them unless they do what they say 
Il. When mad at someone, they tell that person' s secrets to others 
12. Hits, kicks, or punches others 
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Peer Nomination Forms 
13. Good leader 
14. Acts like the class clown 
15. Pushes and shoves others 
16. Plays practical jokes 
17. Calls others mean names 
18. When they don't like someone, they roll their eyes at them 
19. Does nice things for others 
20. Is loud in class 
21. Often told to leave the room because they are disruptive 
Note: Under each of the items, the class list is printed for the participant to circle. 
However, for confidentiality reasons, all children's names have been removed 
from the forms. 
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Appendix B 
The MYST Culture and Heritage Scale 
Instructions: In the following questions, please circ1e the number that best 
describes how you feel. 
Strongly ~ Strongly 
disagree agree 
1. 1 participate in Naskapi/Montagnais 1 2 3 4 5 
culture 
1 enjoy participating in 
2. N askapi/Montagnais customs and 1 2 3 4 5 
traditions 
3. N askapilMontagnais events are 1 2 3 4 5 important to me 
1 would like to leam more about 
4. N askapil Montagnais culture and 1 2 3 4 5 
heritage 
5. 1 would like to leam more about 1 2 3 4 5 White culture and heritage 
6. 1 feel that our community supports 1 2 3 4 5 
the traditional way of life 
1 am familiar with my 
7. NaskapilMontagnais culture and 1 2 3 4 5 
heritage 
If it were up to me, our community 
8. would engage in more 1 2 3 4 5 
NaskapilMontagnais activities 
If it were up to me, our community 
9. would engage in more White 1 2 3 4 5 
activities 
When 1 have a family of my own, 1 
10. will teach NaskapilMontagnais 1 2 3 4 5 
traditions to my children 
11. Throughout my life, 1 will follow 1 2 3 4 5 the NaskapilMontagnais traditions 
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Appendix C 
Biculturalism Scale 
Instructions: Sometimes life is not as we really want it. If you could have your 
way, what would you like the following aspects ofyour life to be 
like? Please check 
Food 
Language 
Music 
T.V. Programs 
BookslMagazines 
Dances 
Radio Programs 
Way of celebrating 
HealingIMedicine 
What you are taught 
in school 
SpiritualitylReligion 
1 
tRis 
i>be 
:conipletely 
... Wrhite 
Instructions: In the following questions, please circle the number that best 
describes your feelings. 
A. How comfortable do you feel speaking ABORIGINAL? 
Not at aIl ~ Very 
comfortable comfortable 
1. At HOME 1 2 3 4 5 
2. InSCHOOL 1 2 3 4 5 
3. AtWORK 1 2 3 4 5 
4. With FRIENDS 1 2 3 4 5 
5. In GENERAL 1 2 3 4 5 
Educational Attainment 89 
Biculturalism Scale 
B. How comfortable do you feel speaking ENGLISH? 
Not at aH ~ Very 
comfortable comfortable 
6. At HOME 1 2 3 4 5 
7. InSCHOOL 1 2 3 4 5 
8. AtWORK 1 2 3 4 5 
9. With FRIENDS 1 2 3 4 5 
10. In GENERAL 1 2 3 4 5 
Instructions: In the foHowing questions, please circle the nurnber that best 
describes your feelings. 
C. How much do you enjoy: 
Notat ~ Very 
aH much 
11. Aboriginal music 1 2 3 4 5 
12. Aboriginal dan ces 1 2 3 4 5 
13. Aboriginal-oriented 1 2 3 4 5 
activities 
14. Aboriginal-type 1 2 3 4 5 
recreation 
15. Aboriginal T.V. programs 1 2 3 4 5 
16. Aboriginal radio stations 1 2 3 4 5 
17. Aboriginal books and 1 2 3 4 5 
magazines 
18. Aboriginallegends and 1 2 3 4 5 
stories 
19 Aboriginal history 1 2 3 4 5 
